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Messages from the SIG Coordinator

elcome to Volume 8 of The Mask and Gavel, the official peer-reviewed publication

of the JALT Performance in Education SIG! The editorial staff and contributing

authors have worked hard to once again put forth a stellar edition. This new volume
includes a good mix of research articles and classroom ideas that provide much food for thought for
readers who would like to incorporate aspects of performance into their teaching. Although we
changed our name from the Speech, Drama and Debate SIG to the PIE SIG last year, you will still
find articles here related to speech, drama, and debate, which really are the main types of
performance that we concern ourselves with in this SIG.

This issue includes research articles on process drama and online debate, as well as ideas
for using movies, debate and drama (screenplay) in the classroom. This past year was a remarkable
year for our SIG. One of the main highlights was our first PIE: Research and Practice Conference
that included a student showcase and student performances. As we move forward into the future as
the PIE SIG, The Mask and Gavel will continue to be a vehicle where our members can share
teaching ideas, and examine and research how different kinds of performance can be utilized in the

classroom to motivate, deepen understanding and make learning fun. Enjoy the read!

Gordon Rees

JALT PIE SIG Coordinator
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Process Drama and Teacher in Role in
ELT

Robert Donegan
2nd Senior High School of Nihon University

mrrobbiedon30@yahoo.co.uk

Abstract

This paper is a discussion of the potential of using specific drama techniques during English
lessons at a Japanese private senior high school. The techniques in focus are process drama and
specifically teacher in role (TiR). TiR is a specific technique that is often used in the broader area
of process drama. Process drama concerns itself more with the experiential rather than the
performance aspect of drama. In it, a teacher, or facilitator, goes into role with the participants in
the co-construction of extended role-plays and dramas. Such methods have been used in English
language teaching by many practitioners. The methods are discussed in this paper, with the focus

on their suitability for teaching in a Japanese senior high school.

recent project of mine investigated the potential for using elements of drama during

the English lessons at a Japanese private senior high school. The broader drama

element in question was process drama. This approach has a focus on the process of
longer interconnected role-plays and simulations. It is an open-ended approach that is co-
constructed by all participants. This authorship potential means that the students involved can
invent facts to develop the drama. Process drama is closely associated with the use of ‘teacher in
role’ (TiR). This refers to the teacher being directly involved in role-plays. Using TiR, the teacher
can serve a facilitating function both in and out of role in the drama. I would like to discuss some
relevant literature, and also share some observations from my project in this article. Before
focusing on the literature, it would be useful to briefly describe the setting where the project took

place.
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The high school where I work prides itself on guiding students through Japanese
university entrance exams. The perception is that these exams are the gateway to future academic
and professional opportunity. Therefore, they are of paramount significance. Some educators have
noted the difficulty in Japan of reconciling the need to attain examination success within a
curriculum that adheres to the principles of communicative language teaching. Seargeant (2009),
for example, contends that the drive towards exam success is “incompatible” with communicative
approaches (p. 52). In this atmosphere of constant testing and preparation there is often a focus on
grammatical structure rather than the context in which the language takes place. The rationale
behind my advocacy of TiR and process drama was that such an experiential teaching approach
might help to redress the balance in which grammar appeared to be privileged over the situational

context of language use.

Process Drama and TiR

It would be worthwhile to frame the use of process drama and TiR within the broader context of
drama in ELT. Useful links could be drawn between drama activities and linguistic theory. In
particular, such activities have a contextualizing potential. Support for the importance of context
can be found within functional grammar theory. This advocates for the embedding of language
study within the situation in which that language takes place: “any naturally occurring stretch of
language should, to a greater or lesser extent, come trailing clouds of context with it” (Thompson,
2004, p. 10). Drama, also, cannot exist in a vacuum and is usually inseparable from language and
communication. Therefore, the utilization of elements of drama could be seen as a more
meaningful way into language study than the detached focus on morphological features, as was
often found in my teaching environment.

The process drama approach was developed from educational drama, and TiR has been
described as one of its hallmarks (Kao & O’Neill, 1998, p. 26). Kao and O’Neill researched the
application of drama techniques to L2 teaching. They make a distinction between activities that are
more autonomous and learner centered, and others that are teacher led and less satisfactory. They
see such activities as the simple memorization of short scripts that do not challenge the learner a

great deal as being of the latter variety (1998, p. 6). However, more challenging activities that
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require greater involvement and commitment from the learners are what they see as natural and
negotiable, and therefore beneficial. Kao and O’Neill firmly place process drama in this category.
They claim that process drama is more, “concerned with the development of a wider context for
exploration — a dramatic world created by the teacher and students working together within the
experience” (1998, p. 12). The tool used to place the teacher in the drama is TiR, which Winston
suggests is excellent for, “unsettling the normal power relations in the classroom and allows the
teacher and the children to engage in forms of questioning and answering with the kind of
emotional edge that ordinary teacher-pupil discussion cannot manage” (2011, p. 152). TiR does not
always have to be enacted with younger learners. The dynamic between teachers and adult learners
could also be affected.

An example of the extended nature of process drama can be found in Rothwell (2015).
She describes a 20-week project. In her study, a group of (mostly) 12-year old learners were
investigating the effects of an involuntary migration to another country. In addition to the
migration, learners had to deal with using an L2 (German). Various techniques were utilized in this
study, contributing to its comprehensiveness (Rothwell, 2015, pp. 342-344). The tasks could be
divided into three distinct preparatory, experiential, and reflective phases. Among the preparatory
activities included the writing of family biographies for the migrants who would be sailing from
Brisbane to Germany. Experiential tasks included the learners having to give details about
themselves in the L2 as they boarded the boat, and a whole class role-play in which the students
were involved in a protest meeting against the ship’s captain (the researcher-TiR), confronting her
about the food shortage on the ship. Finally, among the reflective tasks included an activity where
learners observed a video of themselves having their immigration assessment interviews. In this
activity, the students were focusing on not only their language use but also their emotional state
within the experiential activity.

O'Neill argues for the heightened agency of this approach. She claims that optimum
educational and aesthetic potential occurs when participants are involved in the co-construction of
the event and in the negotiation of meaning (1985, p. 160). O'Neill goes on to give examples of co-
construction and negotiation (p. 163). In her examples, details about an imagined resistance fighter

against a totalitarian regime were co-constructed by a group of British teenagers. The details were
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elicited in a whole class role-play rather than just given to them in the form of instructions
beforehand. In addition, the instructor did not impose her interpretation of events on the learners.
Rather, learners were invited to give their own reactions, or meanings, to the dramatic world
created. Accordingly, teachers would be responsible for the preparation of the original stimulus.
Following this, teachers would also be open to possible new learner generated input as the process
drama continues. Overall, process drama can be seen as nurturing collaborative skills that may lead
to the development of the ability to look for solutions.

Kao and O’Neill also highlight the importance of some “internal tension” that leads to
greater participant generated speech and action (1998, p. 71). O’Toole defines this tension as, “the
gap between the characters and the fulfillment of their purposes” (1992, p. 27). A good example of
tension can be seen above in the protest meeting from Rothwell’s study (2015, pp. 347-348). The
tension here was created by the students’ desire to improve their situation and their recognition that
they were involved in a risky confrontation with their teacher in role as the ship’s captain. The real

(classroom), and the imagined (ship) situation impacted on the dynamic of the exchanges.

The ELT Drama Project

The TiR technique within a process drama approach was used in a group of five 50-minute
sessions in which I was the teacher and eight of the Japanese English teachers were group
members. The sessions took place over a period of six weeks. The term ‘members’ will be used as
this was neither a formal research project nor a series of in-service training sessions. It is hoped
that this term will serve to reflect the democratic nature of the project. The drama was based on a
scenario from Harmer (2003, p. 273). In it, members adopted roles as various notable people from

world history. The following figure summarizes the different stages.
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Figure 1

Hot Air Balloon Process Drama

Stages

Choosing / Researching (Preparatory)

Members chose 8 historical figures (notables) they felt had made positive contributions to

humanity. Details about them were brainstormed and researched.

Boarding Hot Air Balloon (Experiential)

Members (in role as notables) justified their positions on the balloon set to travel above a
dangerous stretch of sea to an imaginary conference.

Language Focus (Reflective)

Members discussed strategies speakers had used in justifying their place on the balloon. Focus
on linguistic choices.

Bad News (Experiential)

News came that there was not enough food to reach the destination. The pilot (TiR) delivered
this news suggesting they were left with the choice of either throwing one notable overboard, or
the likelihood that they would all ‘perish’. The rationale was that the person who had done the
least for humanity would be sacrificed.

Drafting Speeches (Preparatory)

Members worked in pairs, drafting speeches that the notables would make to defend their
continued presence on the balloon.

Speech Competition (Experiential)

Members delivered their speeches in role, and voted for who should be ‘sacrificed’.

Final Thoughts (Reflective)

Members discussed the speeches and whether there could have been different options to
throwing someone overboard. Finally, there was a whole class discussion about the feasibility of

using process drama and TiR in their mainstream classes.
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The Impact of the Project

Within the experiential phases, members were hesitant at first about how much agency to exert
regarding the co-constructed nature of process drama. However, some of them became enthusiastic
in this regard, finding that their contributions were usually accepted and developed. An example of
this came in the ‘boarding’ stage when members were asked to suggest features of the stretch of
sea that they were to travel above. At first they were hesitant about making suggestions. After
gentle prompting, members came up with details such as the stretch being “shark infested” and
“icy cold”. In addition, members seemed prepared not to follow conventional social niceties. For
example, there was a brief impasse between the pilot and some members in the ‘bad news’ stage as
to whether it was really necessary to throw someone overboard. This mirrored Rothwell’s protest
meeting (2015) that was mentioned earlier (pp. 347-348). Namely, members appeared to be
prepared to take part in risky exchanges with the project leader, which could have been interpreted
as challenging his authority.

Kao and O’Neill suggest that teachers can offer linguistic support within process drama,
and that the roles they take can, “enable them to diagnose the students’ language skill and
understanding” (1998, p. 71). An example of this type of support occurred when the pilot (TiR)
was able to naturally suggest the word ‘bribery’, which members seemed to be searching for. This
happened as the achievements of John F. Kennedy were being discussed during ‘boarding’, in
which members were obliged to justify their place on board to begin with. The vocabulary item
was added without disrupting the role-play. Moreover, Kao and O’Neill also suggest that greater
focus could be on the preparatory and reflective stages of ELT process dramas in more exam-
oriented classes (1998, p. 122). Hence, teachers would be free to use their judgement regarding
how much time to allow for preparatory, experiential, and reflective activities respectively. In
addition, teachers can judge the appropriate amount of language focus that should be in
preparatory and reflective phases.

Despite the benefits described in this article, it must be noted that there are some
problematic issues linked to the usage of process drama and TiR in ELT. Concern was often
expressed that a focus on grammatical accuracy was being neglected in these activities. In addition,

many members felt that they would not be able to lead lessons in a style where they would be
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required to manage classes in such a multi-layered fashion. As well as focusing on L2 teaching,
there is a heavy burden on the skill or the “artistry” of the teacher and this could be problematic
(Dunn & Stinson, 2011, p. 617). Framed such as this, teachers would need to develop an ability to
manage and plan interesting and engaging contexts for language learning through drama, while
also being able to maintain the flexibility to react appropriately and skillfully when unpredictable
things happen within role-plays that could open the door for rich new directions. Dunn and Stinson
(2011) suggest that applying drama in L2 instruction requires multi-tasking ability from the teacher
in at least four fields, “actor, director, playwright and teacher” (p. 630). Additionally, the need to
attend to linguistic matters in exam-orientated classes is obvious. This does seem to require a lot of
skill from the teacher and may not be possible in many situations. Furthermore, there can be issues
where some researchers have felt that focusing too much on the language points has a negative
effect on engagement (Dunn & Stinson, 2011, p. 628). This could counter-balance the claim that

accurate language use was being neglected.

Conclusion

I feel that [ am by no means an expert practitioner of process drama within ELT. I could, for
example, have exploited the situation more when there was an impasse between the pilot and some
members as to whether it was really necessary to throw someone overboard during the ‘bad news’
stage. Perhaps the confrontation could have been mined more in an exploration of citizenship
issues. Ultimately, individual teachers have to assess how realistic it would be to use process
drama and TiR in their lessons. Moreover, teachers have to take into account the culture of their
particular institution, and whether such techniques would be viewed as appropriate. However, |
feel that the process drama approach is flexible enough to be used in exam-oriented classes
providing there is a suitable balance in terms of preparatory, experiential and reflective tasks. The
key factor is the necessity for linguistic focus in addition to the management of the drama itself.
Furthermore, TiR is an excellent tool for exercising some control over inter-connected role-playing
within ELT. In addition, the approach as a whole opens up exciting paths to continual development

as a language-teaching practitioner.
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Japanese University Students’
Experiences from Participating in an
Unsupervised Google Classroom Debate

Forum

Stachus Peter Tu
Hiroshima Shudo University

insighteternal@gmail.com

Abstract

A question of interest to language teachers who plan on utilizing an online debate forum as a
research or teaching tool is “What do students who have participated in an online debate forum
think of the activity?” This paper describes a study that focused on an online debate forum
accessed through Google Classroom and reports the experiences of Japanese learners of English
who used this unsupervised platform to practice their debate skills. The paper also reports

improvements to the activity suggested by the participants for future studies.

or some students, the ability to debate constructively in a conversation is necessary

when arguing with their peers inside and outside the classroom. Although this situation

is very prevalent, there is often much nervousness and lack of confidence involved. This
may manifest when students are asked to properly challenge their peers’ stance or support their
own stance. Students do learn about the grammar involved in stance-support statements when
they practice their expository writing, but there is often a lack of routine practice of debate when
they must interact with their peers using such statements. Being able to properly support and

challenge statements in a conversation is an important first step to developing a potential

Mask & Gavel Volume 8, 2020 13



Tu: Japanese University Students’ Experiences from Participating in an Unsupervised Google
Classroom Debate Forum

relationship with a classmate. If learners are to develop confidence in these oftentimes
unavoidable situations, they need to learn debate skills. Given the volume of online interaction
among young people nowadays, and the increasing importance of computer-mediated language
use by foreign language learners, online platforms have emerged as a viable form of English
debate practice, particularly for useful group communication among classmates. Online
platforms may also be referred to as “social media platforms,” which may be defined as an
internet-based site and service that promotes social interactions between participants (Page,
Barton, Unger, & Zappavigna, 2014). Although video and audio interaction modes are also
offered by a number of these online platforms, and use of them varies from culture to culture and
from individual to individual, they may be seen primarily as a text-based medium or a text and
visual content medium.

A research study involving Japanese ESL students’ computer-mediated communication
compared face-to-face debate to electronic debate and reported a tendency for students to have
an increased rate of participation in electronic debate (Warschauer, 1995). A previous study in
computer-assisted classroom debate, which showed the tendency for students to ask many more
questions of other students than of the teacher when using that platform (Chun, 1994), may
suggest that an online-debate forum is a practical method to motivate students to interact with
their peers without the need for extensive teacher supervision. One such online platform is
Google Classroom. Based on the success of prior research on small group collaborative activities
(Zha, Kelly, Park, & Fitzgerald, 2006), I designed the online debate forum to promote debate-
based communication in order to increase students’ use of English in social situations. With the
goal of understanding student perspectives towards a Google Classroom debate forum, students’
experiences participating in an online debate were surveyed with a post-task questionnaire and

their answers were analyzed.
Research Design

This section presents the research questions for this study and provides the details of the research

design and methods used.
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Purposes of the Study
The current study investigates how students responded to participation in an unsupervised debate
forum platform, and seeks to determine whether or not they view this activity as actual debate

and to what extent they feel it affected their ability to make stance-support statements.

Research Questions

In regard to the purposes of this paper, the following research questions were proposed:

1) Do students see the unsupervised debate forum as closer to actual debate than
homework?
2) Do students perceive an improvement in their ability to express their own opinion after

participating in an unsupervised online debate?
3) What feedback do students provide on the good points, bad points, and areas of possible

improvement for the online debate forum?

Method

The study focused upon the analysis of feedback provided by Japanese university students after
an unsupervised online debate forum. The debate forum was designed to be operated parallel
with related course material that centered around presentation and debate in English. A post-
debate questionnaire was conducted that allowed students to provide feedback on this activity.

Data were later anonymized to remove all personally identifying information.

Participants and Data

First year Department of English students of a Japanese university were selected as participants
for the study. There were fifty participants in total who provided data by responding to a
questionnaire following the study. Two whole classes, consisting of fifty students in total,
voluntarily participated in the study and were given the option to opt out at any time. The forums
were set up by the two teachers of the classes and, aligning with the procedures of this study,
they did not control the content of the students’ writing in the forum. Students had already been

classmates for a total of about fifty hours, and the language they used reflected their relationships
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as classmates or friends. Students used their own names or easily identifiable nicknames while

participating in the online forum.

Procedure
The study consisted of a four-step process that was conducted over a total period of two months.
Each step is described in detail in this section.

Step one was the preparation for the debate forum, which was done during class time, and
included students surveying their classmates’ opinions regarding each other’s statements.
Students were also required to present the opinions they collected, along with any pros and cons
of those opinions, to the rest of the class. Google Classroom spaces were created by the teachers,
and twenty-five students from each of the two classes joined their respective spaces. Students
decided on topic statements and these were collected by the teacher. The teacher divided the total
number of student topic statements by the number of weeks in the semester (e.g., 50 topics/15
weeks = 3.33, practically three or four topics per week). All of the topics were created by the
students. The teacher posted the students’ topics for them in order to maintain a consistent
number (three or four) of new topics on the debate forum each week. Students could have taken
the responsibility of posting their topics themselves, but if multiple students forgot to post their
topics, this could have led to extended periods of time on the debate forum with no new topics
being posted. The format for posting student’s topics is as follows: (Student’s name)’s topic
statement: “Smoking should be banned on campus.”

Step two was the initiation of the debate forum. Students were informed of how many
topics would be posted by the teacher each week starting on the first day. Students were asked to
make at least five responses to each other’s statements and comments. A schedule was provided
for the students as to what topics would be posted for which week.

Step three was the maintenance of the forum until the end of the debate. This was done at
the beginning of each week (one class a week). Teachers announced the topics that have been or
will be posted. Students could have a brief debate of the posts made from the previous week.
Teachers then reminded students to open up Google Classroom each day and check on their

phone or on their computer. After this, teachers briefly reminded students to make at least five
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contributions per week. If there were any students who do not include the name of the person
they are replying to, a teacher reminded the students to do so in each response.

Step four was the post-debate questionnaire (See Appendix B) that allowed students to
provide feedback towards this activity. Similar to Ekahitanond’s, (2013) Likert five-point
attitudinal questionnaire, a five-point design was used for a post-study survey after the Google
Classroom debate forum. Students were able to mark values in between whole numbers,

resulting in values that included fractions.

Obtaining Informed Consent

Permission to conduct the study was obtained from an ethics committee at the university where
the debate forum was conducted. All elements of the debate forum were explained to the students
before they were given the option to participate. Those who opted out of the debate forum were
given an alternative to the debate forum that provided equivalent education. Students who
provided consent were given the option to withdraw their consent and discontinue their

participation in the debate forum and eliminate all data collected from them at any time.

Data Analysis: The Experiences of the Participants
In this section, the collected data is presented, analyzed, and discussed in relation to the research
questions provided in the last section. Each of the research questions will be discussed in the

same order they are listed above.

Research Question 1: Do students see the unsupervised debate forum as more of actual debate
than homework?

To answer this question, students’ attitudes towards the debate forum were assessed via a
questionnaire at the end of the study. The questionnaire first asked students to rate, on a five-

point scale, whether they saw the debate forum as more of a “debate” or “homework.”
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Figure 1
Student Responses to the Question “For You, Was This Activity More of a Debate or

Homework?”

For you, was this activity more of a debate or homework?

12

0 mClass A m(Class B

Number of Students

2 | |
. I i 10

1 12515175 2 22525275 3 32535375 4 42545475 5

Scale of Debate (1) to Homework (5)

Students from Class A and Class B were considered as equivalent populations and the
mean was calculated with all students in a single set. With the mean of the classes being 4.13,
one can assume that the majority of the students saw the debate forum as more of “homework,”
rather than “debate.” Student feedback will be shown later in the paper (Research Question 3)
that provides an explanation for this. Perhaps due to this inability to view other participants’
posts until after they have submitted a post themselves, students rarely replied to other’s posts. A
look at the sample posts (in Appendix A) shows us that many of the students may have had a
lessened “debate” opinion, since the submission method may have appeared more as a
homework submission, rather than a contribution to a debate forum where other students are
replying to each other’s posts. This also may have led to students contributing only the minimum
number of responses since they felt that posting a response was required homework given by the

teacher. Although the required nature of the homework had its drawbacks, questionnaires in a
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previous study (Birch & Volkov, 2007) found that the predominant reason for non-participation
in course debate forums across language groups in an ESL classroom was “being not required to
do so,” which was 38% of the whole class. This may suggest that the required nature of the
debate forum may be a necessary component in order to promote a higher frequency of
participation.

The frequency of students’ posts did not change significantly over the course of the
experiment, with most individuals posting an average of once per topic. There were very few
incidences when students posted more than once, whether it was a direct response to the topic or

a reply to their peers.

Research Question 2: Do students perceive an improvement in their ability to express their
own opinion after participating in an unsupervised online debate?
The second part of the questionnaire asked students to rate on a five-point scale whether they

saw an improvement in their ability to express their opinion after the debate forum.

Figure 2
Student Responses to the Question “Did the Google Classroom Debate Help You Get Better at

Expressing Your Opinion?

Did the Google Classroom debate help you get better at
expressing your opinion?
m(Class A m(Class B

—_ —
S N

1 1.251.51.75 2 22525275 3 3253.53.75 4 42545475 5
Scale of No (1) to Yes (5)

Number of Students

SN B~ O X
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With the mean of the classes being 3.47, one can see that the majority of the students
perceived an increase in their ability to express their opinion. The discussion of Research
Question 3 will provide an explanation for this. Furthermore, this study did not measure the

opinions of students in a regular in-class debate, which could be pursued in future research.

Research Question 3: What feedback do students provide on the good points, bad points, and
areas of possible improvement for the online debate forum?
Following the first two parts of the post-debate questionnaire were three questions designed to
elicit free feedback about what could be improved in the debate forum. These questions were, 1)
What were the good points of Google Classroom? 2) What were the bad points of Google
Classroom? 3) Please give your ideas for making an online class debate that is better than this
one. The following section presents a table that categorizes all of the feedback given by the
participants of the debate forum according to theme similarity. Feedback was sorted into
categories shown in the tables below. One piece of feedback can have replies with several ideas
and each idea is counted separately. A list of all of the unedited feedback in its original form is
also provided in Appendix C along with identifying numbers.

There was a total of 164 comments with individual themes. There were three total

comments that were either illegible or out-of-context and were not counted.

Table 1
Summary of Student Comments Regarding the Good Points of Google Classroom

Good points of google classroom comments Total number of responses

Expression and sharing of opinions 43
English practice 14
Google Classroom platform aspects 10
Posting schedule 5

Total 72
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The most common type of good point, “expression and sharing of opinions”, might

indicate that this is an opportunity missing from other classroom tasks. This type of comment by

itself made up 60% of the total types of comments provided in this section.

Table 2

Summary of Student Comments Regarding the Bad Points of Google Classroom

Bad points of google classroom comments

Total number of responses

Google Classroom platform aspects
Not-like-debate aspects

Other’s participation problems
Homework/hassle

English level difficulty

Total

16
13
11
9
8
57

The top two most common types of comments, which were “Google Classroom

platform aspects” and “not-like-debate aspects” included comments that mentioned inherent

negatives in the Google classroom platform and elements that made the debate forum feel “less

like debate”. There were aspects of the debate forum that did not match previous expectations of

“debate”. Together, these two categories made up 51% of the total types of comments in this

section.

Table 3

Summary of student comments regarding the areas for improvement

Areas for improvement comments

Total number of responses

Change platform/aspects of platform
Change the number of topics/schedule
More/clearer instructions

Suggestion for different setup/rules

Total

14
11
5
4
34
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The most frequent types of comments provided by the students, which was “change
platform/aspects of platform,” gave suggestions to fix problems in the Google Classroom
platform as well as provide alternatives to the platform. One common suggestion for an
alternative platform was LINE. The second most frequent type of comment, which was “change
the number of topics/schedule,” included suggestions to increase or decrease the number of
topics provided in a certain time period, as well as suggestions to shorten or lengthen the amount
of time provided to debate a set of topics. Together, these two types of comments made up 71%

of the total types of comments in this section.

Conclusion

The study set out to investigate Japanese English learners’ opinions towards online discussion,
focusing specifically on their written feedback. This conclusion will begin by discussing
limitations of the study focusing on the use of the Google Classroom platform and the
ambivalent homework/free contribution nature of students’ contributions. Finally, the findings of
this study are explained.

A limitation of the study was the slightly supervised nature of the debate forum. This
was due to teachers needing to remind students to post. This may have caused students to feel
that the activity was obligatory and therefore “homework.” The debate forum in general was
managed to a degree by the teachers. Previous studies (Mazzolini & Maddison, 2005) have found
that a prominent instructor’s role in an online forum corresponded to lower rates of student
participation. Although the online-debate forum was designed to be unsupervised, written
reminders were handed out to students throughout the conduction of the debate forum. Advice as
to how many posts should be posted may have contributed to the feeling of homework, which
may have caused students to lose interest in the debate forum. Although students were only
asked to participate and were not required to do so as their participation did not affect their grade
in the class, many may have still felt an obligation to participate because of the teacher’s weekly
encouragement to post in the online-debate forum. Another solution may involve creating more
incentives for students to participate. Previous research (Cohen & Miyake, 1986) that involved
an “intercultural network” showed that when students were encouraged to use English

functionally rather than for its own sake, the students' motivation to use English increased.
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Future research could incorporate more incentives for students to shift their feeling of the debate
forum from being “homework™ to “debate.”

An inherent limitation present in this study was the fact that Google Classroom does not
allow students to view their peer’s contributions to the forum until after the student has posted.
This means that students would need to submit a reply to the main topic first, before their peers’
posts would become visible. As other studies have pointed out (Yunus, Salehi, & Chenzi, 2012),
the advantages of integrating social media into the ESL writing classroom include the ability for
students to read comments of the entire class and comment directly and individually on their
classmates’ contributions in a medium that is familiar and comfortable. In future studies, other
platforms such as LINE, which are more familiar to students and allows students to view all of
the posts prior to contributing anything, may be a more viable medium for students to practice
debate.

The study concludes that the majority of the students saw debate forum as mandatory
homework, and felt an increase in their ability to express their opinion after the activity. Based
on the most frequent types of feedback provided by students in the post-debate questionnaire, the
following improvements to future debate forums are suggested at this stage. Negative points of
the debate forum may be addressed by experimenting with different online platforms in order to
provide students with a different debate environment for those who viewed certain aspects of the
platform as negative or not-like-debate. Areas for improvement may include a completely
autonomous debate forum where students can freely decide upon their own posting schedule and
the number of posts they want to contribute should be experimented with in order to address a
dissatisfaction with topic numbers and post schedule. All of these changes should be made while
maintaining the ability for students to express and share their opinions with their classmates,

which was viewed as a positive aspect of this study’s debate forum by the majority of students.
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Appendix A
Examples
The following are examples of the debate with “higher engagement” and “lower engagement”

respectively:

Higher engagement

13's statement: We need to pay money to park our bicycles.

9: I'm not sure. I think they park for short time, they don't have to pay.

6: It depends.

9: I disagree. We have only to pay money to park our cars.

20: I’'m not sure. I don’t think people will follow rules or the environment will improve when
they have to pay for parking.

5: I agree. Its natural thing.

2: [ agree

11: It depends, because it depends on the places.

12: T agree.

15: It depends. If we have bad manners on bicycle parking, we should make the rule that we need
to pay money to park our bicycles.

17: 1 disagree. If we have free parking area, everyone park this place so city will be good more!
We don't have to think about illegal dumping!

7: disagree

10: I'm not sure.

14: 1t depends. Because to pay each time is very tiresome.

13: T agree. Because bicycles are different from cars. We ride them in the sidewalks which means
it’s not assumed as cars.

19: T agree because illegal parking is big problem in Japan.

3: T agree. Because illegal parking is increasing.

5: It depends.

2: I don’t agree

18: I disagree. I don't want to pay it.
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4: It depends

6: I disagree. It causes more illegal parking.

Lower engagement

5's statement: We need more beautiful flowers on campus.

9: I'm not sure. I think there are many flowers on campus.

6: I agree. I think the beautiful flowers will help students refresh and relax.
5: me too

11: T agree, because flowers make our campus colorful.

15: T agree. If there are more flowers, our campus will become more beautiful and brightly.
17: T agree. Flowers are really beautiful so we can relax.

8: I agree. Because there are few beautiful flowers on campus.

13: T agree. It gets more glamorous.

3: It depends. Because we already have some flowers.

5: Tagree. Because we can be happy.

18: I agree. Appearance is good.

4: I agree. it makes campus more beautiful

6: I disagree.
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Appendix B

Post-debate questionnaire

For you, was this activity more of a debate or homework?

Debate Homework

| | | | |

1 2 3 4 5

Did the Google Classroom debate help you get better at expressing your opinion?
No Yes

| | | | |

1 2 3 4 5

What were the good points of Google Classroom?

What were the bad points of Google Classroom?

Please give your ideas for making an online class debate that is better than this one.
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Appendix C
Student comments from questionnaire
“What were the good points of Google

Classroom?”

Expression and sharing of opinions

l. K<BERATLADOBERE AR TE 5,
2. fREZIRIZ LTI OHRAUBRDT AT T %
A Z &,

3. MFOERZEHTANL D THENS
AN

4. BODEBERZZRBTED

4. HFEOEZEZ T NN

4. BRI RN HOND

5. BOFRNDND,

6. BT DERINEZ %,

7. WAHANBRANDERZRLD Z LR TED
9. We can see other’s opinions.

10. I can share some ideas easily.

11. feel free to speak

12. We can share our real opinions.

13, it ala=r—varizih
7o

14 FELIEZ LA LRI D D
15. BAIR DT ABET T2,

17. I can saw good opinion and bad opinion.
18. ZATeDERMNAND,

19. BAOBERZIZ-EV EERD

20. I can expressing my opinion in my class.

21. We can exchange our own opinion.

21. We can communicate with other people.
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27. H3OEREZFE LOOLNDL EZ A,

27 MONDEREZRDZ LB TEL LD

5

29. WAAIRNDBRN—FEIZH LI

2o

29. 7T AA— P DL !

31. BOBABAND

32. Discuss with many people

33. I can know my friend’s opinions.

36. We can know the other’s idea.

38. HATIRDE R %

39. ala=br—varngicoLl

41. AR NOFRZF Z L3RS,
(RHZENTED)

42. 1 can also know other’s opinion.

42. It is the good time to express my opinion.

42. Easy to say my opinion

44. HIIRERERD Z ENTE D,

45. I can exchange opinions everyone

46. I can know everyone ideas at the same time.

46. I can know how everyone think of their

problems.

48. HIIRDNEREFET D

49. AR ERAZMND

50. We can practice to express our opinion, so [

can choose suitable work.

English practice
8. HAX TEX THRFELMNT D
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12. We can motivate each other in our English.

16. XaA1ED 1535 K<

22. HpOREREZHGETRE D Z L3k
ez &,

28. I can get an opportunity to use English.

33. I can express my opinion in English.

34, WX EN oL,

35. WXHEHOBER D NIBHITSL

38. ENHITHL

38. ILWHEEARA D ENTED
39. EDIRN TE D,

41. SUEMR I A LR E D ITHERERLS 3%
XENED Z E KD,

47. Increase our vocabulary.

49. SLEE 3o <

Google Classroom platform aspects

2. =2 A ffio TROTRENEHRIZT
&7,

19. O NDOBERITHES D Z Li37m\,
23. We can check my classmate’s opinion.
25 H#E LR THEED

300 AY— 74 TTED

31. 77 AA—= R LEAZHLLT W

39. W CTREDERZMD ZENTE
2o

40. AR TNDOTHLTED

44, wifi 7372 < THTE D,

44. BEA ST o7,
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Posting schedule

3. B OR_X—RATTE 5,

10. I can show my ideas whenever I like.
24. very easy.

3. WOTHRFTE D

41 JEEICHR D, (Behid)

“What were the bad points of Google

Classroom?”

Google Classroom platform aspects

2. B OEITx L CREDPD S L TL L
TWENE I PESDNLRNT &,

Bl IE, K SAEMZR L% HE KR
SRV EUEDD DD B T2
—SHENZ VO T 1A 1A RIRS OIFART
fBe (?) FALDEITAyE—IDK
T2V IBRERHIITRWE B o7,

1. 77 AIANLDIa T A IR ERDHY |
IRINIRINN B 1212 %

18. FENRZIML TV DD b7 blal
BZELT BV,

22. HATRDERLPEEL SR

23. We can’t see other classmate’s opinion
before I write my opinion.

24. appear same person.

27. —EHL7ZO6R E LA TE RV,
29. =T NP T A= BNED A —)LD
= v/ BN
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30. BOMNENCEZANREINGNGR
=

31, VS50

38. X—=U &< DK D,

38. HffiL a Ay FON—UNED,

39. X—T < E TICRRID 2 D,

44, A — LSRRV S 5 72,

44, 77V AN E . A RERT
MmoloZ &,

44. B < DITHERRI 3D Z &

Not-like-debate aspects

6. oY Likim CE DRENITLLY,
17. Too many questions.

20. Not discussion.

26. AICZ &EMRNED

3. BRN TRV REH 2
31 FEROED T2

33. 1 didn’t have much awareness of discussion.

38. BADINSD

39. IR T ANDEZRZENRT D,

39. BAMMWESDLZENDH D,

41. BRI AT OZI R HY | HOZ RN
DINDIRD T,

47. Can’t face to face

48. EEDOERNEND DTINZL D,

Other’s participation problems

3. AR LN EE L < 72
4 M ANZEZTOFTCLEIELD D
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10. Some people didn’t submit their ideas, so I
couldn’t share ideas with all of my classmates.
11. Someone didn’t mention in the Google
Classroom so I couldn’t collete enough

information.

13. ABE < TREE T,

16. O& V2T TTE 20,

16. HAIRRBIRANERS D LD AW
2 (BATR LI

19. B OEREZS ST bRFICO N & 1T
e Z e KboTLE D,

21. Take long time to answer the opinion each
other.

32. Sometimes forgot to do this

42. quite busy, so I sometimes forgot to do it.

Homework/hassle

1 I2%£%, mEERH 5 DT,

9.1 felt it’s a kind of task on the phone.
12. We felt like it was a task we must do.
15. ¥ Z LFRIES7

28. It is little interesting.

34. BHEER BT,

43. A EL TN

45. 1 little boring

50. It is boring little bit.

English level difficulty
14, JEEITRERVADRIR D
25. i 360
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41. HEEZATIZIR N EWT ROV DR RET
B ol
41. SHED I R ENGINDE RN,
BEx R~ 7=,
42. quite hard
42. difficult to type English.
53T <N,
49. A <A FILAENRTINB IR,

“Please give your ideas for making an online

class debate that is better than this one.”

Change of platform/aspects of platform

21 HOBEAPBEONEZTHDL Lo/
ERARNDT, HIZRTRLTH DBV
Y,

22, BAIRDOERDPELS L OI2T D,

27. FEZXELNTEDLLIITT 5D,

27. BRZESRICEMPRAD L9127
Do

30. fEVL < LTIEL W

3. BARDERZ - AT LTUX
L

34, 1203 Ay MIfMAL—HFIZT A
a2 #E< XY LINE 72V U CTRlaam <
ST H XDV MAT Do T2

38. 2 AV MO EICEMINE % FrT 5
39. X—VHIBERE L I D LHL T 5,
39. Hp D& %% 5 SRpIZER b LR D &
INTT %,
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41. FFINZE D T o TN D DD E FLz
Kb 8> > 72 DTT —Z{bT HHEREN BT
W Ze & o7,

41. RIZEW =L O &R (BEARLET)
TELVAT AL HoTEbRWEEST,
4. FAWZH 3 <aXxr hTEDLEIICL
TIELY,

49. FIEZFEDOLDEHMIRLTLTUEL
VY,

Change the number of topics/schedule

2. FAEFFHEANDT 4 N— IOV TON
Ba 3 0HIZEEZ D TLIZR, ALz
~3EIRELRANEELRZIEZT 4 AT v =
YH L b EBVELE,

4. 1 OEM TR, BROEMEZ T ~E72
ERWET,

6. —DOIBMIIK L THEMAEI A 5F 2 T
THE VN EBNET,

16. WIZ 1B 1 2OT —<EnEETHTR
%

17. I want more a bit question

18.H o LR HIVUE, HARBFIH LT
<hd &R,

19. 125D FE Y ZIZOWNTH - LV
MEZPTTT 4 ATy va s udnng
B9,

24. more easy and fashonable topic.

31. K2 6 9 1T TR Th D,
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42. 1 think that we have to discuss only one

question.
43. —OOFERIZK L Catin s 5 a3 ke
572 -9 (LINE 72072 T T)

More/clearer instructions

1. bhron

3. AEIEENRRY FEBREL ThRholo &
2D,

9. It didn’t have no restriction, I think, so not

every one remember to do it including me, It

can’t collect everyone’s opinion.
25. Db
41. EDIADF = v 7 &2 L TUELL,

Suggestion for different setup/rules

1. b o EERZINT 5 L5 22
EBWET,

14. BhiF &0V

33. I want to feel we do discussion more.

37. IO BITEBIT e > TVEFIR
Db, Tk, 77ARAa73FTIEL
<720y,
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In the Classroom

Building Fluency through Repeated Listening
of Movie Scenes

Deanna Clause
Gunma University

deannaclause@gunma-u.ac.jp

Quick Guide

Keywords: listening, fluency, dialogue, movies
Learner English level: High beginner and above
Learner maturity: Junior high school and above
Preparation time: 15-30 minutes

Activity time: 30-50 minutes per presentation pair

Materials: Projector and screen or individual smartphones, Wi-Fi/DVD player/USB

A quick look at an English learner’s study notebook will often reveal page after page of words
copied multiple times. Many students use this technique to help them commit the spelling and
meaning of new words to memory. Listening ability can be improved in a similar manner by
repeated listening of the same material. Listening is usually included as part of a general English
curriculum but students lack ideas on how to improve their listening ability.

Listening materials that accompany textbooks are often less expressive and unnatural

compared with dialogues in movies. Using movie scenes allows students to hear more natural

Mask & Gavel Volume 8, 2020 33



Clause: Building Fluency through Repeated Listening of Movie Scenes

English with a greater range of expression. In addition, the visual aspect allows students to see
gestures and expressions that accompany the spoken language. When students know they will be
asked to do a dramatic activity with the movie scene, they listen more carefully to timing, volume,
intonation and expression. This activity guides students from relying on subtitles to committing the
dialogue to memory thus building listening and comprehension skills and improving dramatic

expression.

Preparation

Step 1: Choose a short (1-4 minutes) scene from a popular movie with Japanese subtitles that most
students are familiar with. You may want to ask students in an earlier lesson which movies they
have seen. Popular children’s movies and classic animation are a good choice.

Step 2: Decide whether students will watch on their own devices if the scene 1s web accessible or
prepare the scene to be shown on a projector with a DVD or USB. A DVD is recommended
because you will need to be able to show the scene in 3 formats; with Japanese subtitles, with

English subtitles and without subtitles.

Procedure

Step 1: Show the scene with Japanese subtitles. It may be necessary to provide background
information such as the backstory, character names and relationships. Students should focus on
understanding the scene in Japanese. Repeat if necessary.

Step 2: Show the scene with English subtitles. This step can be repeated 2 or 3 times or more if
necessary. Move on to the next step when you feel the students are no longer relying on and
reading the subtitles.

Step 3: Show the scene again without any subtitles; repeat 1 or 2 times.

Step 4: Turn off the video and play only the audio. Ask students to visualize the scene as they
listen. Ask some questions such as: Who is speaking now? Where is he going? What is he doing?

Who is he talking to? What will happen next? Repeat 1 or 2 more times.

Mask & Gavel Volume 8, 2020 34



Clause: Building Fluency through Repeated Listening of Movie Scenes

Additional Activities

Students should watch/listen for a combined total of 8-10 times from steps 1-4. At this point you
can choose to do one of the following activities depending on the complexity of the scene you have
chosen and the ability of your students. Each activity focuses on a different aspect of performance.
Activity A: Play the video with no audio and ask students to try to write down the dialogue from
the visual clues. Pause the video as necessary to allow students time to write. This activity allows
the teacher to see how much the students are able to accurately hear and recall dialogue, a skill that
they will need to be able to do before performing.

Activity B: Play the video with no audio and have the class say the lines of the dialogue. Allowing
all members to speak simultaneously alleviates performance anxiety. Students should be
encouraged to experiment with dramatic vocal expression, volume and timbre.

Activity C: Play the video with no audio and assign character roles to individuals or small groups
and have them say the lines. Assigning roles requires the speaker to listen carefully to each other to
improve their dramatic timing.

Activity D: Play only the audio and have the students lip-synch the lines while acting out the scene
in front of the class. Speaking a foreign language expressively and physical performance are two
separate skill sets. Lip-synching allows students to focus on the physical aspects of performance

with no need to worry about recalling dialogue and vocal expression.

Conclusion

This activity shows students how to use subtitles in movies for improving their listening ability.
They first understand the scene with Japanese subtitles, then with English subtitles, progressing to
listening only in English. Finally, they are able to visualize the scene, recall dialogue and perform

a dramatic activity based on the movie scene.
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Deanna Clause has been teaching in Gunma for over half her life. She
currently teaches engineering and medical students at Gunma University. She
uses her background in theatre in the university classroom to help students

build presentation skills and gain confidence in public speaking.

Written Debate: Arguing on Paper

Phil Norton
Kyoto Sangyo University

infuse.norton@gmail.com

Quick Guide

Keywords: Writing, debate, competition, grammar

Learner English level: Low intermediate and above

Learner maturity: High school and above

Preparation time: 5 minutes

Activity time: 15-45 minutes

Materials: Paper, writing utensils, a timer (a timer that all can see is ideal, but if students can’t

view the timer that’s not a problem)

Nothing like a bit of competition to motivate students. This activity injects the competitive spirit of
debate into writing. Teams of students write arguments about a topic and then swap them with
opposing teams. Teams gets point if they find grammar or syntax mistakes in the other team’s
writing. They then attempt to write a refutation. Papers get swapped and the process is repeated.

Each stage is timed and points given. There is minimal preparation and set-up, so this activity can
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be used on the spur-of-the-moment. It is particularly useful for adding a bit of energy to a writing

class and can be adjusted to suit various levels.

Preparation

Step 1: Prepare possible topics. Topics that allow teams to be divided into groups “for” and
“against” are best. For example, Japan should restart its nuclear power plants, or J-Pop is better
than K-Pop. These topics can then be written on pieces of paper or put on the board. For the ultra-
minimal prep version, the topics can simply be dictated to the teams.

Step 2: Bring enough paper for each team of 2-3 students to have one or two pieces. Alternatively,
handouts can be made with ruled sections for students to write arguments and counterarguments
with a box for awarding points adjacent to each section.

Step 3: Teams will write in different colors. Most students will have different colored pens, but in

case they don’t, the instructor may wish to have some to give out.

Procedure

Step 1: Divide the class into teams of 2-4 students. In larger classes where the instructor cannot
monitor all of the groups, assign one student as the “judge” for each pair of teams.

Step 2: Pass out one or two pieces of paper to each team.

Step 3: Assign a topic to each pair of teams. (All pairs of teams can use the same topic or a
different topic can be given to each pair.)

Step 4: Argument Phase - Teams are given 2-3 minutes to write their first arguments either
supporting or opposing the debate topic. (Each team writes in their team color throughout the
debate. The time and number of sentences can be adjusted to match students’ levels)

Step 5: Correction Phase - Teams then swap papers and the correction phase begins. Teams are

given 1-2 minutes to find any grammar or syntax errors. Teams get 1 point for each mistake they
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find, and 1 point for each mistake they correct. The teacher or judge checks these and assigns
points.

Step 6: Refutation Phase — Once correction phase points have been awarded, the refutation phase
begins. Teams get 2-3 minutes to write a refutation against the other team’s argument.

Step 7: Refutation Points Phase — At the end of the Refutation Phase, the teacher or judge reads
the refutations and awards 0-3 points depending on the strength of the argument.

Step 8: Repeat steps 5-7. Students continue to correct the refutations and write counter arguments,
with points being given at each stage, until the teacher decides to end that “round” of the debate.
Step 9: Points are tallied and winners decided. The process can then be repeated with another

topic.

Conclusion

Students tend to participate eagerly in the debates thanks to the timed phases and point system. It is
relatively quick moving and active for a writing activity. Writing as a team allows for cooperation
and teambuilding. Students are surprisingly enthusiastic when trying to find errors. With error
recognition being a laborious, frustrating activity for most students, this is a refreshing change of

pace.

Philip Norton has over 15-years EFL teaching experience at Japanese
universities. He has published two poetry collections, co-edited Short Fuse: A
Global Anthology of New Fusion Poetry (Rattapalax, 2002), and released
numerous spoken-word and music tracks. He received two Australian

national poetry awards and is working on a new collection.
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Writing a Screenplay: Using Drama in the

Classroom

Richard Donald Sparrow
Kyoto Sangyo University
rsparrowl011@gmail.com

Quick Guide:

Keywords: Task Based Language Teaching, group projects, graded readers, intensive reading,
CALL (Computer Assisted Language Learning)

Learner English level: Intermediate to advanced (CEFR A2-C2)

Learner maturity level: Middle school to adult

Preparation time: NA

Activity time: 7-14 weeks

Materials: Graded reader(s)/literary text, handouts, Google documents, LINE

Activity Overview

The goal of a communication class is to increase students’ ability across the five skills and the
ability to respond to real-life situations. How many times can you teach someone how to
introduce themselves or give directions before it becomes tedious? Oscar Wilde has been quoted
as saying, “life imitates art more than art imitates life” (Wilde, 1905). Drawing on the rich
literary history of the English language and the convenience of graded readers, you can create
something much more memorable. Keeping this in mind, I will share a way to incorporate

writing a screenplay into your classroom over either a 7-week and 14-week period.

Preparation
Choosing a text & creating materials
First, choose a graded reader/text that is suitable for your students’ proficiency. Check the story

for its length and that it has an appropriate amount of action. Look online at eltbooks.com,
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https://english-e-reader.net (free), or at your local library. Choose multiple texts or a collection of

short stories if the class is large.

Procedure
7 weeks
Groups

Make your class into groups of four or five. Assign each group a story or part of story to write.

Communication and editing
Use Google Docs so students can edit in real time while you keep track of their progress. Make
LINE groups including yourself to help students communicate easily. A template is included in

the appendices.

Consequence creators

Create comprehension questions for quizzes, and have students write a summary of the story.
There is a Story Map handout that is included in the appendices that is very useful for students to
understand the setting, characters, problems, plot/events, and make predictions about what will

happen next.

Screenplay

The screenplay should be written with a narrator who tells the audience extraneous details and
what action is going on in the story, and characters with different speaking roles. All action by
the characters should be included as notes in the document. A sample scene has been included in

the appendices.

Performance

Students will need time to rehearse and build sets (use chairs, desks, and the whiteboard). I gave
students 20 minutes in class every week. If you are worried about students using their L1 during
this time make a handout of useful phrases for code switching (Appendix D). The final

performance is on the last day of normal classes.
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14 Weeks

Expanded activities and scaffolds

Students should make vocabulary lists and do separate roleplays or improvisations of the
characters. If you are using a longer text then I recommend assigning reading homework, and

have in-class discussions if the material is deep enough.

Projects
Over the course of a semester have students make character profiles and give presentations about
them. Leading up to the final performance have students make a radio drama (that is the same as

the story or concerned with it) using audio recordings.

Conclusion

When using a literary text as your focus the possible activities you can create for it are only
limited by your imagination. Using a literary text and having students write a screenplay allows
students to not only learn realistic usage of language, but makes them put it into their own words.

A variety of activities surrounding a literary text can help students improve in all of the skills.
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Appendix A
Google Doc Template
Class
Group #
Story:

Screenplay Pages (each student writes 2-3 pages)

Name Page #
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Comprehension Questions
1. The Speckled Band
o At what age did Julia die? (Name)
m  Answer:
o What does Dr. Roylott have at the house that people are scared of? (Name)
m Answer:
o What is the speckled band? Why did Dr. Roylott die? (Name)
m  Answer:
2. A Scandal in Bohemia
o Who is Count von Kramm really? (Name)
m Answer:
o What does Irene Adler have that the King wants? (Name)
m  Answer:
o Did the King get what he wanted? Why or why not? (Name)
m Answer:
3. The Five Orange Pips
o Where did Uncle Elias live when he was younger? (Name)
m  Answer:
o What does K.K.K. stand for? Why did they want to kill Uncle Elias? (Name)
m  Answer:
m Did The Star get home to Georgia, USA? Why? Why not? (Name)

m Answer:
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Scene 1:
Scene 2:
Scene 3:
Scene 4:
Scene 5:
Scene 6:

Scene 7:

Start your screenplay below this line

Sparrow: Writing a Screenplay: Using Drama in the Classroom

INTRODUCTION

A strange advertisement in a newspaper is the beginning of an
e€ven stranger adventure for Sherlock Holmes and Dr Warson

CHARACTERS IN THE PLAY

Sherlock Holmes, the famous detective

Doctor Watson, his friend and assistant

Jabez Wilson, a red-haired shopkeeper

Vincent Spaulding, Mr Wilson’s assistant

Duncan Ross, a man with red hair

Mr Jones, a detective from Scotland Yard

Mr Merryweather, a bank manager

(Jabez Wilson and Duncan Ross both have red hair)

PERFORMANCE NOTES

Scene 1: Inside Wilson's shop, a room with a table and chair
Scene 2: An office, with a table and two chairs, .
Scene 3: Sherlock Holmes’s room, with two chairs,

Scene 4: Outside the shop in Saxe-Coburg Square.

Scene 5: Sherlock Holmes’s room.

Scene 6: The strong-room at the bank, with boxes in it

Scene 7: Sherlock Holmes’s room. j

You will need a pipe, a newspaper, a walking stick, coats, hars,
pens, paper, a large book, a light to carry, and two guns.

¢ Red-Headed League

Scene 1
An interesting advertisement

side of Wilson’s shop. It’s a little shop, with a lot
L pictures, watches, etc. Wilson is writing at a
incent Spaulding is looking at the Morning
icle newspaper.

This is interesting.
What is?

This advertisement. It is interesting for you,
Mr Wilson, because you have red hair.

(Looks at Spaulding) Go on.

The Red-Headed League want to find
someone new. Do you know about them? Listen.
(Reading from newspaper) *To all red-headed
men, twenty-one years old or more — the Red-
Headed League can now take a new man. We
pay four pounds a week to do easy work. Come
to the League offices at 7, Pope’s Court, Fleet
Street, London on Monday at 11 o’clock.” (To
Wilson) You can get two hundred pounds a year!
Really? Tell me abour it.

sbAuLDING A rich American with red hair began the

Introduction

Characters in the Play

Performance Notes (Where is each scene? Who is in each scene?
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Appendix B

Sample Screenplay Scene

The 5 Orange Pips

Scene 1: Holmes’ House

(It’s a rainy night and Watson and Sherlock Holmes are sitting around the fireplace while

the storm rages outside)

Narrator: In the summer of 1887 Dr. Watson is visiting his friend Sherlock Holmes. It is a

stormy night and they are sitting by the fire when suddenly there is a knock at the door

Watson: (looks at Holmes) Who can this be!?

Holmes: If he comes on business in this weather it’s important. Come in! (Holmes calls out

loudly)

Openshaw: (opens the door and comes inside, he looks very tired) I’ve come to ask for help...

End Scene

Mask & Gavel Volume 8, 2020 45



Sparrow: Writing a Screenplay: Using Drama in the Classroom

Appendix C
Story Map Hand Out

Group Name:
Member Names:

Date

Story Map 1

Write notes in each section.

Setting:

Time:

¥

Characters:

l,

Problem:

)

Plot/Events:

Prediction(s):
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Appendix D
Code Switching Hand-out Example Phrases

Group Work and Rehearsal Phrase Sheet

What do you think about...
o oolZDNT, 95?2 (or BNETN? or BEFEZTTN?)

Could you please...
o ~&HLTWEREITETN? (dot+45)
o ~TWEETET N2 (BhE)
o ~LTbbLRXETMN?
e How about...
o ~FIEITEN?
o ~FEH?
e How do I say in English?
HC~~2T, E9FHD?

FET~~LIX, EI2EH>DOTTMN?
o ~»> T, JEFETMTEHID?

o I
o I

e What does mean in Japanese?
o ~~IHAFETEIVWIEK?

e What do you mean?

o EIWVIERRTTN?
o FHonHnzZ L
e [ think...

o FhlFI~~TZLHED
o ~~72&. FITE S
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